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ABSTRACT

Three prenises underlie the practice of
microteacning: that much ot lLeachinyg coisists of behaviors, that the
totdal performance can te broken into smaller pieces of behavior with
little consideration yiven to the relationship between these parts,
and that of a teaching performance can be usefully analyzed without
consideration of what vnreceles or follows it. The first danger ain
this approach atises from the problem of isolating the constituents
of teachiny and settinyg up a doctrinaire list of skills. The second
danger is failure to consider hov different parts of conmplex behavior
interact with eacn other. The analejies drawn between teaching
painting skills or the training of a pilot and the preparation of a
teacher overlook the obvious difference between paints or pianes and
students, who arc capable of acting independently of the teacher's
wishes, thus preventing a closed fcedback system which would permit
an accurate evaluation of the teacher's behavior. Primary emphasis
tberefore should be on the acquisition of principles to guide action
with secondary emphasis on the develorment of skills. This dynamic
skills approach regards skills as behavier ir context with a
perception of what preceded it and an anticipation of what may
follow. It prcvides the teacher with & conceptual nodel in which
there is sufficient treedom within the structure for the students to
explore alternative paths to the desir?d goal. (MBN)
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INTRODUCTION

1 pointed out some

The first Qccasional Paper in this series
difficulties which frequently arose with the straightforward application
of the Stanford approach to microteaching: studeats responded to it
negatively (or indifferently), taught lessons which led nowhere, and
practiced skills without regard to their appropriateness. The paper goes
on to make some extensive suggestions for improving the Stanford version,
suggestions which have bean put into practice with students at the
University of Chicago. It is the purpose of this paper to show that the
weaknesses in the standard Stanford apprcach stem from fundamental
assumptions about the nature of the skills of teaching, that the suggested
inprovements refloc; different notions about those skills,.and that these
suggestions represent a sigoilicant stap towards bridging the ofte
lamented but little‘understood gap batween theory and practice in teacher

education.
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I,. The Component Skills Anproach

There are three premises underlying the practice of microteaching.
The first is that much of teaching consists of bzhaviors; and furthermore
that teachling is a phenomenon that 1s potentially understandable by
recording and subsequent analysis of the movements of the teacher. The
context in which these movements occur is usually felt to te irrelavant,
or, when mentioned, something which merely adds to a description of these
movements. Second, the total performance (be it a five~minute micro-
lessori or a full nlass period) ls broken into smaller, more readily analyz.
able pleces of behavior and, if reassembled at all, little consideration
is given to tie relation between these parts. Finally, it is assumed that
& teaching performance can be uscefully analyzed without consideration of
what has preceded !t or v'.i¥ m.y follew it.

' These assumptlions havo a certaln plausibility, their most appealkpg4
foature belng that once c¢ne has made them, it is clear what needs to be
done next. One isolates those behaviors which have proved to be essentlal
to good teaching, or at least which one bolieves to be important to
success., The component skills approach, particularly with its second
preulse, dictates that we break down complox teaching behavior into its
constituent parts. Hereln lies both the strength and weaknoss of the .
standard approach to microteaching, It is a strength because it gives
one a point of entry, and a frultful one, into a complex problem. But it -
carries with it soveral dangers. The first of these arises from the
problem of how one goos about lsolating the constituants of teaching.

The developers of microteaching are quite blunt about how they did it:
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"The decislons as to what skills should be developaed in the clinlc were
not made in the light of any set of rules about what good teaching consists
of or what teachers ne¢ad to know, but resulted from the dlscusslons'and
debates of the microteaching staff."2 Perhaps in the circumstances there
was no better way, but the danger is that once having got a list of four-
teen (or sixteen) component gkills one will become doctrinaire, insisting
that these are the essential skills of teaching when, in fact, they are
Just one way of slicing up the phenomena. Other investigators, in differ-
ent circumstances, would slice it differontly. Indeed, the skills which
one Isolates ought tc differ according to the situation in which qne is
interested, thus suggesting that a good way to start a microteaching
clinfc, for experienced toachers ut least, is to have the participants
themselves isolate the skiils which they are going to practice.

. The second danger in breaking down complex behavior into parts is
that one will never consider the relationships bertween these parts and
the ways in which they intoract with cach other. CompleX behavior w;s
reduced to simpler components in order to make it easier to analyze, But
this does 1ot mean that the complax c;; be understood, or imitated,
solely by studying tha parts which compost it. Tho parts also need to be
studied in thelr interrelationships with one another. Questioning bahave
lor, for example, is clearly related to reinforcement of student partice )
ipations 1In fact, one good way to reinforce responses is to use them in
the next question, Nowhere are theses sorts of relationships dealt with

in the literature on microteaching; nor are they considered in most

microteaching olinicre Each skill is described and practiced separately
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a§ if it was discovered independently and would remain separated from
other skills, Something needs to be done to reassemble the componont
skills. Otherwise the beginning teacher will be thrown into a class with
only a bag of tricks and no notion of how to coordinate thelr use,

After isolating the component skills, the underlying premises direct
one to establish clear definitions of thesc skills. Since each skill is
assumed to conslst of a set of individual behaviors, these definitlons are
couched in behavioral terms. Reinforecing students' participation, for
example, conslsts of teachers' verbal stateme¢nts ("Good," "That's a good
start," etc.) and teachers! nonevarbal cues (smiling, writing an answer
on the board, etc.). To clarify the skill, one makes a list of the full
range of possible reinforeing remarks and gostures, The teacher who
wished to reinforce would then solect remarks or gestures from this list
or %nvent slollar behsviors for himsolf, Conversely, if we wanted to know
Vhother‘a particular teacher was reinforeing at any given moment, we see
whether or not he engaged in behavior similar to the listed behavior.

The difficulty in this approach, as writers on mlcroteaching some
times rec inlze, is that the 1list of ;emarks and gestures does not tell

ug all that we need to know about reinforcement. Clearly, the skill can

. be peiTormed well or 111, at appropriate or lnappropriate times. But

how does one tell whather a skill is porformed well and at an appropriate.
time? 1Indeed, can one tell whether a particular skill is deing porformed
at all? 1n praotice it is often hard to tell which skill a teacher is
performing, let alone how well he is doing it,

Atltho root of this difficulty is the lmportance of the context

C
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within which the behavi;r occurss Tho behavior cannot be abstracted from
the context in which it occurs because the context can modify the general
characteristics of a situation beyond recognition,’  Suppose we declided
that friendly behavior was an important skill to be developed. We would
then “clarify" such behavior by listing all tho friendly remarks and
gestures a teacher could make, But friendly behavior is not mergly that.
It can only be sald to be frieadly {n a partlculér situation. The false
smile, the pétronlzing alr, che condoescending remark are all examples of
how osteneibly friendly behavior misses its mark because it {s not approe
priate to its situation. Similarly, the gruff exterior, irascible tempera-
ment, and uncompromising standavds of the teacher who '"underneath it all
has a heart of gold'" testify to tho fact that unfriendly behavior is not
always what it might seem. Thus to sz that a teacher has behaved in a
friendly way both descriles his behavior and assesses it within a parcic-
ular context.3 And no analysis of teaching which only takes account of
the movements of the teacher can capture this context. In short, the
skills of teaching are not just behaviors but behaviors which are related
to the situation in which they take piace- Indeed, that is what {s moant
by appropriate or inappropriate, ‘

Compounding this difficulvy is the fact that teaching is a purposeful
activity. It is behavior directed towards soma gogl, or goalss Consee )
quently, the skllls of teaching aro skillful snly insofar as they can
reasonabiy be expécted to contribute towards therse goals. Relnforcement,
or any other skill, is not valuable for its own sake; but only because it

serves soma function in che overall structure of the lesson, Nothing is
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so ludicrous as the trainee who thinks he is reinforcing by responding
favorably to every chance remark regardless of its correctness or
relevance to the aim of his lesson. Yet it is not unususl to see such
performance in dicroteaching clinics. Reinforcement shculd not be judged
to be such unless it is clear what 1s being reinforced and vhy that is
something wortch reinforcing. In short, the skills of teaching are not
Just behavior in a situation but behavior in a situation with a purpose.

What happens to a trainee whon context and intention are ignored?
Typically, his behavior becomes only a response to a stimulus (e.g. if a-
student talks, say something pleasant to him) without any intervening
consideration of alternatives, If a teacher's behavior has desirable oute
comes, we might assume that he would include it in his repertoire, but is
it likaly to be avallable to him? The only thing that will call it forth
is a replica of the situation in which it was orlglpally successful unless
tnere was some kind of daliberation intervening between stimulus and
responses When a skill is acquired out of relation to 1ts‘proper function,

it will not de serviceahle in actual classroom situations.
/
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11, Two Analogles and Thelr Limitations

The proponents of microteaching have suggested two analogies to glve
welght to thelr arguments. The least devaloped is the analogy betwecen
palnting and teachlng.4 Painting 1s said to be an art, but an art which
depends on skills {a distinction which appuars to be made in order to
avoid the first side of it). Clearly, so the argument runs, the pafnter
oust have a repertoire of well-developed skills before he is able to
palnt masterpleces. The task of the palnting tecacher is to lsolate thess
skills and devise practice exercises so that his students will master
them. Whatever else may be involved In creating masterpleces comes later.

But just as the beginning artist must learn to mix his palnts, pract=

ice his brushstrokes, and porfect certain techniques and skills before

he completely develops his own style of pailnting, so too, does the

fledgling teaviaer need to be trainad in particular teaching skills

under differing conditions, and tv have his effectiveness evaluated.

' This is a persuasive argument, It divects our attention towards

exactly those features of teaching which mlcroteaching emphasizes: The
skills of painting are.seen as lsolable, doscribable in strictly behav-
foral terms, and necassary for future development as a painter. There-
fore, one knows how to begin the education of a palnter, or a teacher:
develop tralining experiences which will foster the development of thos;
skills which he needs in order to be & craftsman. Wo shall later have .
rore to say about the extent to which the skills of teaching are like the
skills of a oraft. Suffice It to say Nere that if one were to view teach-
in_ and paintiag as complex behaviors which deficd reduction to their

molecular parts, we would then develop quite & different sort of training

program.
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The second analogy Invites us to consider the similarities btetwecen
teacher tralning and pilot tralnlng.6 Just as pllots go through sevean
stages of training {(qualification for training, introduction to specific
bodies of knowledge, simulated experiences, observation of flights, super=
vised flights, solo flights, an: advanced training) so teachers might be
sent through seven similar stages of training, The analogy is a provoca-
tive one. By suggestinz a different way of thinking and talking about
teacher education, our attention 1s directed to what ara undoubtadly
weaknesses In our present practicos. Goals are vague. Observation
experiences are passive, time consuming, and not clearly focused. The
teacher trainee usually moves from observatioa to solo work {n the clasce
room with a minimum of simulated and Supervised experience. As a result
he 1s throewa into a clas:, with all i*~3 ricks and complexitles, withoutr
adequate chance to practico aud with little chance of effective super-
vision. Moreover, little attention is pald to advanced tralning and ree.
training, a prastice the military clearly cannot afford to follow with
pilotse.

The comparison doos more than po{;t out weakn2sses in current
practice., The analogies which it Indlcates suggest ways of structuring
experfences during training, such &s microteaching. Yet in so doing it
is important to notf{c:c how they have bounded and organized ocr nutions
about teacher education by imposing on our thoughts 1deas derived from
pilot training.

Consider how it determines the viaw we i10ld of the goals o tc¢acher
education. As Ryan points out, "[ihe analogY] forces us to bo more preclse

about the important question: what is a teacher education prugcam trying

ERIC 9
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to accompllsh?“7 If we are going to put people through a sequence ¢f
training stages including extensive practice work, we have to have a clear
fdea . what we want people to do at the end of training. The pllot
trainer makes his ideas clear by analyzing in detail what a pilot dcas.
Each task requires a cartain skill, Complex taiks are broken down to
simpler components until the required skill {s one that can be easily
descrit:de Ultimately, the pilot trainer has a list of skills wh'ch
provide him with a complete hLehavioral descripcion of the good pi'ot. The
goal of his program is then to equip ecach trainee with the requisite skills.
Simlarly, Ryan urges the teacher educator to analyze vhat a teacher does ln_
order to obtain Ma list of skills the teacher should perform, a behavioral
definition of the good toacher."8 Thus, the goals of teacher education
are also szeen as behaviors to be acquixed, either individual skills or
patgerns of skills put together to bae a strategy. Just as the end product
of pilot training can be described ia behavioral terms so the and product
of teacher training comcs t» be described in behovioral terms. Using the
analozy doaes more than force the teacher educator to be precise. It detere
mines the way in which he will be preélse by limiting him to behavioral
statements,

Although such a limitation may bs appropriate for the pilot trainey,
we have already argued that it is questionable for tﬁe teacher educatoyr, )
The goal of pilot training is to be able to fly a plane under cortain
characterizable conditions. Thera is a spccifiabie level of perforr:nce
to be reached and practice 18 roquired to reach it. The uilitary may

also have some subsidliary gcals about habits of bahavior (e.g. ¢-ess code,

moral code, or tehavior while a prisoner of war), but the ultimuate ends

.10
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of training are still describable in terms of the behavior of the pilot.
This is not true about the ends of teacher tralring.

One important reason for fhls difference lles with the material
which teachsrs and pllots are supposed to influence. A pllot is trained
to fly a plane, a teacher is trained to teach students. But therv are
obvious differences betweenplanes and students. Scudents are alive, and

thus capable of thinking, feeling, and acting independently ¢f the teacher's

~wishes. Planes are incapable of any of these things. Consequently, a&

teacher's power and control over his students is not of the same type as
a pilot!s power and control over a plane, Both teachar and pilot ére
limited by the inherent potential of their material and by sutround?ng-
circutstances, but a teasher is fuirther limited by the capacity of his
students, for independent action. Tie final behavior of the student can
naever be sald to be wholly determined by the teacher. In fact, one often
wonders how much influence a teacher has. On the other hand, the behav-"
ior of a plane is, within specifiable limits, determined by the pilot.
Because of this difference in the material which is to be influenced,
the type ¢f feadvack available to a cégftsman, be he bricklayrr, electrical
+nglneer, painter, or pllot, is of quite a different character than that
available Lo the teacher. A craftsman oporates with feedback devices
which are complete. A ''closed circult" exists between problem, process, )
output, and feedback so ;hat the results of eaoh behavior in a sequence
can be evaluated immodiately for tieir impact on the systems AS an
exanple, consider the pre-flight chocklist that a pilot runs through

befora take-off. As he chocks his dials, gauyes instruments, and test

circuits, he is looking for some anticipated behavior on the part of the

11
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aircraft systems components, Their behavior will determine the sequenca
of his behavior, for thoy provide feadback as to the exact state of the
aircraft, The green area on tha dials shows the tolurable limits of
"normral" performance. The red area signifies that a system has deviated
from normal expactaticns to such an extent that coummiting this system to
a flight configuration would be dangerous. If a pilot sncounters a
problem (defined as a system that cannot be brought up into the green),
ha then has it series of choices to make according to a routine which he
llas been taught. There are ¢istinct benavioers which will either solve
the problem ot adequately «ompensate for the fallure of the problematic
syatem, For Instance, should his automatic direcction finding system £ail
to check out, Le ¢an re-fiic his flight plan using an altarnative naviga-
tion system which has chocked outj or, if this is Impossible, he can
can€e1 the flight.

Clqsed feedback systems, then, aire ones in which thare are a limltea
number of possible responses from the'materlal (bricks, paints, or planes)

all of which can be anticipatede The craftsman acts, looks for one of the
4

anticije ted responses, and then routineiy acts in the ligh% of that

response. 1f the rosponse has not been anticipated, then the craftsman

nas a difficulty; but he may have rout aes for dealing with difficulties.
Closed foadback systems are only possiﬁle whera there 1s a close cortespoﬁd-
ence vetween fheory and phenomena i.e., where tho craftsminis model of the
world Z1ts hls experienced world. It is also necessary that there be a .
high degree of predictadbility so that responses of the system can be
anticipatod.

When one has a foodbaick oircuit that eradbles this sort of one-to-one

R
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relationship between theory and reality, then a behavioral system of train-
ing is highly practical. All of the options indicated by a given facdback
reading can be mastered as behaviors in response te the reading for one
can know by sensory data interpretation the actual state of the problem
solving activity. As with computers, there is a simple yes - no tost: a
system either vorks or it doesn't, Elther something will happen or nathing
will nappens. If something happens and it moves a needle closer to oparate
ing bias range, then do it agaln.‘ If nothing happens, adopt a second sat
of appropriate behaviors, and so on down the line. Finally, if nothlng
in the sequence works, call a speclalist and give him the relevant datae

In a teaching situation, hovever, the feedback circuits are seldonm
closed because we can, gt best, make partial estimates of the state of
others! thinking, Consequent;y, the teacher candot directly determine the
lmmﬁdlate or long term cffect of any given behavior, either on his part or
on tha part of his studentss He will not be sure that the pupils have
"read" correctly the intention of hig behaviors} nor wlll he be sure tha;
he 13 corrently roading the intention of their behaviors. Therefore, withe
out a strong two-way feedback circuit ;etwoen individuals in the classroom,
any behavicr, taken by itself, {s uninterpretable. The skills of teaching
are more than simply overt tehaviors, for one discrete bashavior, or a
series of behaviors, does not supply the feedback circuits with the
information necéssary for systeric evaluation.

What we have been argulng, than, is that teaching ard piloting are
activities that differ with respact to their enda, their material, and

consequently their feodbaék systems., Therefore, wn cannot educate soxmeone

to.be.a teacher in the same manier that we train someone to be a pilot.

.13
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What 1s at issue 18 the much discussed differences between teaching and
training, a distinction which has been persuasively argued hy Dewey.
There is a technique of teaching just as surcly as thore is a technique
of planc playing, The technique, if it is to be educationally effecte
ive, is depandent on piinciples. But it is possible for a student to
acquire outwa form of method without capacity to put it te¢ genuinely
educative use.
Dewey is argulng that we should put primarv emphasis c¢a the acquisition
of principles to gulde action, and secondary emphasis on develoﬁlng skills,
While It Is correct to argue that without a repertoire of skills a
teacher canrot survive, it is equally correct to say that without racional
grounds for selecting alternativc courses of action a teacher cannot act
in an intelligent way. Suppose a teacher possessad all the component
skills; how would he thoen decide when to use those skills? As Cooper
himself points out, "The teacher...rust make decisions as to tne approprie
ate ymthod of achleving the instructional goal, when the particular metﬁod
should be used, and what activitics should precede or follow lt."lo In
other words a teacher must have adequate grounds for decision making. But
unless th~ skills are acquiied in some relation to these grounds, they
P

becom: mere behaviors which cau be exhibited but not put to genuinely -

edusative use.

O
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111. The Pynamic Skills Approach

In contrast to the component skills approach to microteaching, tho
dynamic skills approach views the skills of teaching in an organic way.

Instead of seeing rhe skills as only behavior, they are regarded as

behavior in a context with a purpose in view of what has preceded it and

in anticipation of whet may follow it. Thus each skill is a pattern of

events having dynamic qualities which cannot be icolated. We find it diff-
fcult to say that a teacher is reinforcinz at a given instant merely
because he say:3 "Tremendous.'! In addition we need to know the function
of that remark in the microlesson which 1is being observed. That is to
say, we need to know how it contributes to the internal structura of the
lesson.
Furthermore, in a weil devoloped lesson there 18 some relationship

betwaaen its purposs and 1ts structurc. In fact, the Purpose, or purposes,

" of thé lesson are what coordinate the smooth functioning of its parts.
Thus tha parts of a lesson need to be understood in relation to this
purpose, Just as the parts of an organism are combined into systems within
the organism, performing fu ctions which contribute to the configuration of
the organism, so the lesson has certailn subsystems with discrete functions
that 1l.nd & particular configuration to the lesson. Of ¢ourse, a lesson .
can be divided into parts in a variety of ways. One way we have tried to
do this 18 to see the traditional microteaching skills as parts of a lesson.
One can refar to the reinforcemonc sutsystem in a glven classroom experi-
ence. Or one can look at the question - arswer pattern as another subsystea.

What confuses the issue in dealing with the behaviors usually assoclated

ERIC 15
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with these subsystems is that a given behavior can be part of two or more
subsystems. For instance, a question can be part of the questioning sub-

system, but it can also be part of the reinforcement subsystem, and perhaps

~ part of tha classroom management subsystem as well. One can only deal with

this difficulty by keeping in mind the intent of the lesson. The investi-
gator can then look for a dynamic pattern of development where the purposes
of each subsystem can be evaluated for their effects within the system.

We have further found it helpful to distinguish two types of systems
within a lesson. The first is the rational, intellectual model of the
content of the lesson, & medel which is primarily derived from the subject‘
matter. By 'model', in this context; we mean a rough guide or pattern
which serves to organize the material being presented. The second is the

behavior patterns, or skills, togethoer with the subbehaviors which make

‘up the pattern. These behaviors should be derived from the model, and in

a well developed lesson they are the manifestations of the model in
experience. In élanning a lesson, one works by grasping the interrelation-
shir. f concepts (the model of conte?F) and then by p anning for the
antircipated behavior in éhe teaching situation. But fn observing a less&n
one works in reverse order by secing it first of all as a pattern of
behavior with as yet an unspecified purpose, then as a series of lnter-

relationships of concaepts in some sort of pattern or sequence.

For tha inexperienced teacher, the model of content is almost entirely -

based cn the subject matter being presenteds For the experienced toacher,
it can be strongly influonced by his accustomed style of teaching and his
knowledge of the group ho is teaching. For instance, the notion of transe

formations may serve to structure mathematical content (such as graphing

RIC | »
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of algebraic functions) for some groups and not for others, depending, among

other things, on their capacities and pravious experlence. Or, ecologzical

concepts may fit some teachers' accustomed way of dealing with outdonr

education, but they may seem foreign to others. Navertheless, evon for
experienced teac' rs the subject matter has to be the prime determinant of
how his model is bullt. This dozs not mean that the teacher nsed use ﬁorms
from the theory of transformations or ecological science; but he will use
the concepts to o¥ganlze his own thfnklng aboué the subject matter,

One purpose the model serves 1s to enable the teacher to predict ms
of the responses he will get from puplils and then to frame_appropriate
replies, something he could not do in advance if his material had no
structure for him. When-ha gets into the class, it provides a bascline
in his mind through which the behavior <f the class can be comprehended
and evaluated; iees, it erables him to process the feedback he i1s getting
about the state of hils pupils' thinkinz. He can then giva his pupils
feedback so they can form a better estimats of his own thinking. As a
student begins to grasp the model, it helps him see that the teacher's
responses to him are based on some ord;r that 1s neither arbitrary or

whimsical,

An Example

Because stage six of tha microteaching clinic described in the
companion paper embodies the dynamic approach to skills most completely,
let us look at it in more detail, Tho purpose of this stage was to show
studenta'tho structura of a model of losson content and rolatlionships of

this structure to tho anticipated behaviur of those concorned in the

17
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teaching situations

As an exanple, wa considered the content model‘that an American
history teacher might use to introduce a unit on the 1820 to 1860 period.
Among tne hlstoriéal characteri#tlcs of this period were the compromises
over economic issues, slavery, and admission of states ¢o the Union. The
teacher teaching this unit and aware of tho attempts at compromise mado
in this era might opt to begcin the study with the type of class activity
that would develop in the minds of the students the meaning of the wor. °
"compromise.” But he is interested in morc than just a dictionary ‘
definition ot the word (though thls may Le a good place to begin).

Because he {s talking about soma rather particular typos of compromises,

in this case, compromises to avoid power conflicts, he must establish the
function of cOmpfomlse as an attempt to avoid a direct power clash. Thus,
the.teacher initially expects tho child to see that peoplé seek compromise
when: 1) The powa balance between the parties involved is roughly equal
and th; threat of force seems too risky for both} 2) each party has some=
thing that the other wants and needs; .nd 3) there is some commitment to
the possibility that a compromise can‘ge worked out whléh will avold a wine
lose situation for both parties.

With this modol of the concept in mind, the teacher can now start his
lesson by drawing upon the exporiences of the class to develop the properéles
of compromlsé. His first question of definition might encourage a student
to say, "A compromisae is a type of agreemont,” but to sattle for that
definition would ba to leave the definition incomplota in terms of the
model, for overy agreembnt is not a compromise. So, the teacher cculd

extend tha concopt by developing somo of its proporties. He might attempt

O
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to find out how compromises are differcent from other types of agrecment,
perhaps delineating the typos of situations which contain the "gliving up"
elements of a good compromise; e.g., labor contract negotiations, diplo-
matié treaties, and pricing indices from cost accounting systems, Con=-
trasted with these, he could use agreements of a non-compromising
character «« setting appointments, declaring coumon goals, leasing a car,
engaging In a cooperative economic venture by two complementary companles
in a given market, and a host of others. From those contrasted activities, -
the pupil is expected to devalop a view of the proporties contained In the
teacher's notion of compromises

But in our view the teacher does not simply {nculcat2> his notlion of
compromise by lecturlng>(or questioning, or what have you). He uses his
notion to anticipate hic students! r.sponses, not necassarily specific -
utterances but general types of replicss The teacher has a baseline definia
tion upon which he can fnteract witii the students In other words, when a B
studon® responds to his question, he can totally validate it ("Excellent,
Roger, you put thase ldeas togethor in tho same way that the example

, ‘
called for"); he ccn partially validate it ("You have the right idea Fred,

" but do you see some #sprets here that limit this particular agreement in

terzs of the properties of compromicso?) 3 or, he can reject it ("Wait a
minute, Stev&; listen again to tho questiun and see what it is asking you'
to dos Think Ehrough the relaticnship of the quostion to the experience
you are talking about. ﬁow aro they tho same or different?"), The oehav.
fors of both teacher and student are boing meshed together in some
systematic way.

The intermashing of bohaviors botweon student and teacher is reliant

.19
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on the cues about the model of conteﬁt which are exchanged in the class-
roome AS the teacher sees the systematic development of his lesson from |
the model, he cues the child as to how things are éolng in each eplsgode.
As the child understands the model (more and more efficiently as the
lesson goes on, we hopa2), he applies it and returns his own cues to the
teacher who then interprets and validates by glving appropriate feedback
on the worth of the answer in terms of the model. As the students clarify
the model in their minds and gain a sense for its fleld of application,
they should begln using the questioning skills, the reinforcing answers,
and the data managemaent concepts; In this sense, the real goal of |
teaching is to make teachers out of the students -- to have them control
those skills which woe define as "giod teaching.”

After a student has galned a fecl for the model, it is important that
he go on to sea that the formal proportias of tho model apply tou situations
whléh are problematic to him for a major part of an educative experience

is to relate the academic aspacts of gubject matter to the realms of life

experience, Subject matter is a reflection of part of human exporience,

_one that has been subjected to the very form of analysls which the teacher

18 using with the child. With the formal properties in mind, the toacher
then might ask, "How wall do compromises work botween parents and children
genaerally?" One chiid may reply, '"Not too well, My mother tells me what:
to do. [ don't tell her.," At thls point the teacher has not oqu isolatad
one of rha principles of compromise (power relationshlps) but he has made
it mora vivid, Anothaor child may counter the above view with a statoment
1ike, "But there are things wa compromise about, When I want to ccue in

at ten, and ghe says 'Be in at nine,' we often compromise at 9:30." Hera

20
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the student has added a property to the model that the teacher and class
may want to include -= the willingness of parties involvad in the conflict
situation to settle somewhere between tocal gains and total losses. This
enables the child to see more clearly how the “win-lose" aspects‘of the
situs .on are tempered in a compromise. The thoughtful caacher, thinking
ahead to the unit on the Civil War, may also think qf tcaching that war
P the result of movemgnt by the concerned parties (the North and South)
to progressively adamant win-lose positions,
As these aspects of the model aro translated directly into classrcom
.learnlng experience, the teacher has now created a form which enables the
student to handle the historical discussion of the Great Compromises in ;
dlﬁclpllned ways the children's responses will he analyzed in terms cf
the strueture of the model, and tho mocal should not be the wuxelusiva
progercy of the teacher, Other childrcn should bs able to *rewd" how the
model is being used and how particular types o data from the subject °
matter are being integrated. For 1nstancé, when the figures on ecovnomic
growth, productivity, and population growth of the varlous gections of the
country ara being discussed, the stude;t should seo clearly that these
data are 1ndlce; of the relative powaer growth of ;ach scction of the natlon,‘
and that these will change tho offects of the stvdied compromise. He should
further see that a change in one sot of conditions (a3 raflected in the
appropriste data) make a change in th»n relatlonshlp of proportles‘ln the
model. S0, in & real sense, the study of this uplt in American History f‘
has baecome & disciplined study of tho nature of compromise in genoral.

The diseiplined st'udy of compromise can then be used, in turn, to

study some situations which are highly releva.it to the student and his
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enviroament: race relations, employer-employee relationships, inter-group
disputes in tho school, and many others. A whole host of problems can now
be analyzed, possibly as indepondent research projects based upon the
frames of referance established in the médel. By glving the student a tool
of analysls and a process for developing other such tools, the teacher is
allowing and encouraging the studant to develop ways of acting upon the
environment ln a mature, responsible, and cormunicable way. Fe is show=
ing the student the ways in which the quality of the student!s life can
he enriched,

In summary, this cexample illustrates three aspezts of the content
model: 1) The content model wili assist tho teacher in framing his antice
fpation of class behavior, furnis.ing him with a sense of direction which
will enable him to adopt tho right bohavior for the situation} 2) The
model is also a pattarn of organization for allowing the ¢class to begin
davelopment of soms structura for zr.lyzing their own expericnce; and
3) The content model is not cast in bronze. It should be capable of
expangion and exfenslon, of inzorporating the experiences of memboers of

4

the class as operating princlples for guiding their input into the class,

Developing Behavioral Alterritives

Ona of the principal criticisms which we had of the component skills
approach to microtcaching was that a2lthough it may increase a teachoer's
repertoire of b°hav!°rs; {t doot wothing to help him c¢house altornative
bohaviors in tha classroom. It would be naturai, thon, to a3k about the
extont to whlch tho dynamle skills approach {ncreases tha altornativas

avallable to a teacher. Onco & teachor has doveloped and succaessfully
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used a model of content, does it lock him into a pattern of behavior? Thlé
is, of course, an unresolved questicn, but our experlence.to date can be
summarized in the following way.

The beginning teachor teaching any iesson fo the first time usunlly
feels boxed in no matteor how well he has structured tha conteat modol.
Yot, 1f a teacher has no particular goal for the learning oxpericnce and
no pgttlcular logic in mind and no particular set of rational exbvectations
from the puplls, than anarchy prevails -- the studonts spond thelr time
guessing at what the teacher is doing agd trying to strike a responsive
note or gain soma inslgh: that will make tha "system" coherent. When nothing
reasonable emerges, elithor tho teacher will pre-ompt the discussion and
deliver a lecture, or the studonts will reduce it to a "bull sesslonﬁ by
venting gencral opinions osn any subject, The_result will bo that tha
people in the classroom talk 2t cach sther rather than to cach othar,

This conditlion cen ba observed easily in many microteaching sltuatléns and
is evidenced by certain behavior patterns: rudenass, interrupting, peri=
pheral relatlonsﬂlps batween cozments, disassociative behavior on the

part of some studonts, aad a laéx of élosure. Eyo contact may be

chaotic, and several students may be bored or totally ncncermunicative,

An initial mgcrolesson that is woll planned from a conceptual model,
ho'rever, will evoko some dicciplined response from the students especlall§
as they begin to assinllate tho nature of the problem and tha concepts
that structure it, Thors will do sore probing of the model by student
responseg, although a clcar viaw of appropriate responses will probadbly
only emerge at the end of thea lossons And cven then 1t may be mixed wich

some distractive commants and misinterpretatlons ihese . :cm from the fact
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that the teacher is not sure of the model himself and of the appropriate
cuess He varles his feedback with a smokescreer of extranéous CUQB ==
poorly put questions, ignored student responses, contradictory statements,
and the rest. He has not mastored the cues of the system and he does not
quite know how to read back the cues from the students. His basoline is -
not quite clear in his own mind, and thereforo his sense of behaviorial
options 18 rigid. He spends a good deal of his time in front of the
class tiinking "What am I going to do next?' or "I really didn't handle
that situation very wall," It s hard for him, even with a well plaﬁned_
lesson, to relax and concentrate on pupil behaviors. We say that tho
lesson 15 characterized in our ravlew.of the tapes, as "opportunities
lost,” We mean by that that the students probably have given the
teacher soma opportunies to dovelop somzthing in the model which was
important to the success of the teachinz experience, but he missed it
because of excessive comm!itment to the way the modol should develop. In
his single mindedness, ne stiflos several of those student inputs which
would allow the real “mesh" that he 13 actually looking for.

‘

A well proepared lesson dorivod from a model which has beon taught

a couple of times before, however, ylolds somo rich dividends. Whena the

teacher has mastered the baslic model, has confidenco In its potentlal, and
has a well developed set of oxpoctacions in terms of pupil dbehavior, then.
he seems to be ready to llsten to tho students and read back the cues that
they are trying to giva hime Ho knows when to stop and ask a child to
elaborate, when to ask for oxamples, and how to preclsely ask questlons

that do not liad astray. At that point, new alternatives in behavior

omarge,; for the teacher can see whon studonts have discovorced a different

RIC

Aruitoxt provided by Eic:



ERIC

Aruitoxt provided by Eic:

24w
route to the same goal. He 18 no longor a traveller on & strange road in
a foreign land limited by a skeleton road map, Now he can see the lesson
a4s home ground., He knows vhere he wants to go and can improvise new routes,
framing new behaviors for himself with the spontaneity of the craftsman
who is not limited to the diagrams tn‘tha training manual, Just as an
experienced mechanic is more likaly to let a young mechanic unknowingly
make a mistake or take a course of action which §s not set out in the
repalr manual, so an experienced téacher, who can read feedback from his
students, is more likely to let them try new paths because his sense of
direction is well tuned to the familiar landmarks,

The well prepared lecsson hac longer term effects. In our oxporience,
onco a teachex has taught a lessen in which he felt in control of the
experience, happy with hizmsolf, crd cloar about the feedback from his
zupils, the chances of his teaching enother suchllesson increase narkedly.
ile begins to look for certain qualitics in his lessons that will davelop
the kind of fcodbdack that he wants. A good lesson becomes the pUrpose
tovard which tna dovelopment of skllli is dirocted and the thing which
gives moaning to tho skills, In other words, whon dovelopad and
precticed in relation to the alms of the lesson, tha skills bocomo service-

able in classroom situations,
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